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S&'.ANTIC OU'PCOIh

Following are basic concepts that are common to most young children.

Ilassification concepts.

Properties of the Concept
1, Sight

-a. Size - big, 111t1-e, long, short, tall, wide, tiny, narrow
b. Shape -/2 & 3 dimension, round, square, cylinder, cube, sphere
c. Color - primary, sebondary
d. Condition old, new shiney--
eComposition-- wood, plastic, metal, knitted, cloth, etc.
f. 'major parts

g. Function - what is it used for?
2. Touch - shape, texture, temperature, and weight

a. Texture -:hard rough dry scratchy,
soft smooth gritty/ prickly
pliable waxy v rubbery .,glippery
furry mucky glassy mushy

'rigid sticky
wet \ gooey

3. Taste - texture - sweet, sour (cooked, uncooked) delicious, crisp,
greasy, gooey, bitter.

4. Smell - pleasant, unpleasant, odor, smell, spicy, sweet, pungent,
scent.

5, Hear - what sound does it make?' rattle, pop, screech, buzz, loud,,-

slick sandy

tart, spicy,:

strong, mild,

soft, sharp,
quiet, shrill, clap, bump, hiss, clekr, low, sigh, Ruffled, 1r

iihotion and Feelings afraid / pleased- ! selfish

Positional Concepts

Positional concepts that relate to other concepts.

proud
'anxious , happy

sad poor

hopeful f haughty
peaceful

/ troubled
grateful
ashamed
lonesome
faithful
loved
bashful

angry
confident'
wicked
wanted.
tearful

on top
beside
between
around
east
near
after

over
diagonal
high
under
north
above
middle
upright

Positional Concepts
'slanted. slanting

beneath
there
on

south
far
before

through.
away

left
Aolehind

viest

cose
bet*leen

Opposites and Contrasting Conditions
same-different
-left-right
hot-cold
right-wrong
stop-go
soft-hard
light-heavy

n 0 I. 2

short-long
over-under
rough- smooth

wide-narrow
clean -dirty

fine-coarse
old-young

7

annoyed
good
rjoyful
upset
bad

out
/next to
low

right
below
top
flat



light-dark
wet-dry
big4smail
night-day
big-little
'on -off

uantification mcperiences
Part-whole relationshi'lis

Number
Weight and Mass
Volume'
Length Width - Breadth

Sequence
'Value

more than
less than
'same as

comparison Experiences
big-bigger-biggest
tail-taller-tallest
little-less-least
more-most
noise-noisier-nosiest
soft-softer-softest
loudIlouder-loudest

0
Time Experiences
1. Words that express

time
clock
o'clock
'minutes
,hours
face

2. mays of week
konths specific

Seasons
3. Special Days 'and Holidays

birthday
weekend

4. Past - yesterday
5. Present today
6. Future - tomorrow, next

4

in-out
up -down

behind-ahead
high-low
loud-quiet

C

time concepts
hand's

day
seconds
morning
evening
night

Mftion Experiences
:!6.1-ching, running,

or has happened.
"ly" actior t.3rds

lunchtime
numbers
noon
afternoon
early
late

time names daily, weekend, meek,
today, first, second, etc.

- How do things move
walking, hopping, - "ed", and "ing" tell whether its happening

- slowly, quickly, smoothly, quietly, gracefully, jerkily,
4 lazily.

Associationia,Experiences - (Related (.!oncepts)

.;an you think of any other related ideas to
ex: concept: apples_ introduce the book Johnny Appleseed

letters. introduce concept of the mailman



RELEVANCY OF SEMANTIC DE:21,0PMENT OUTCOMES

Bsycholinguistics has had little to say about how the child can be taught the

enormous variety of meanings that he needs in order to understand literature. We

however, that words can be thought of as names of concepts; the study of the

zdeyelopment of vocabulary is then the study of the formation and naming of concepts.

Language development and concept formation go hand in hand. Using symbols of objects

and'events, and-grasping relations between objects and eventsftwhich involve-3 more

complex (tognitive operations of grouping, ordering, spatial anti temporal reasoning

are i'ssentiqd for cognitive development.
tutus refers to the -abels given, objects or events. These labies are de-

j the language community and are accepted by convention so the community can

communicate.
Closer study of the development of understanding and communication in childhood

has/led to the conclusion thalt realy communication requires meaning, i.e., generali-

zation as much as signs. The child's world of experience mu't be greatly simplified

and generalized before it can be translated into symbols. only in this way does

communication become possible, for- the individual's experience resides only in his

own consciousness and is, strictly speaking, not communicable_ To become communicable

it must be included in a certain category that society regards as a unit.

Communication presuppose; a generalizing attitude resulting from which is an ad-

vanced stage in the development of word meanings. The higher forms of human intercourse

are possible only because man's thought reflects conceptualized actuality. That is why

certain thoughst cannot be communicated to children even if they are familiar with the

necessary wordS. The adequately generalized concept that alone ensures full %nder-
,

standingmay still be lacking,.
Children often have difficulty in learning a new word not because of its sound°

but because of the concept to which the word refers. There is a word available nearly

always-when the concept has matured.
The development of word meaning as a unit of both generalizing thought' and social'

interchange is of incalcuable value for the study of thought and language. It permits

true casual-genetic analysis, sWematic study of the relations between the growth of

the child's thinking ability and his social development (Vygotsky; 1967).

According to Piaget, concept development is dependent upon verbal schemas. The

first stage in concept developmentis preconcepts. Precencepts are formed' when the

child does clearly understand either that members of a class differ from one another,

or that they are alike in their membership in the class. Genuine concepts are formed

when a child understands what a noun signifies (a label for a class of objects or

actions). Piaget suggested that to classify objects into groups there must be a men-

tal process; each category as a defining characteristic that determines whether an

object is put into that category. Furthermore, each set of objects must be considered

as a number of distinct individual objects with a common feature that defines the

class.
.A class then is a set of objects or eyents that has certain characteristics in

common. The common characteristics define the class, and often some label in the lan-

guage designates the class. doodruff (1967) suggested that ideas about concrete or

real things must be taken in through the perceptual organs of objects and results from

looking at specific objects or events. These are Woodruff's structural concepts -,con-

cepts ofan'object relationship or'structure of some kind. It is these concepts that

are developed in the preoperational stage,

Bruner (1964) distinguished three systems of processing information by which fn-

divAduals construct models of their world:

The first phase is' enactive action, a mode of representing past events through

appropriate motor response. Piaget referred to'this as sensorimotor interaction with

the environment, while Woodruff called it sensory intake.

Piaget (1962) and Bruner (1964) indicated that abstract relations appear to be

grounded in enactive, sensory experience which is progressively organied Into hier-

9
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archically more symbolic levels. This Was found to be evident in the study results
Shipman and Hess (1965).

In a study with disadvantaged four year olds it was found that the ability of ver-
bal expression one:.elf verbally is the common requisite for successful performance on
meaourements in which the disadvantaged children showed the greater deficit. It was
found that when learning activities were structured to physically engage the child
while concurrent, meaningful verbalizations were elicited, verbal expressive abilities
dramatically improved (Karnes, 1968).

Contra:y to traditional nursery school philosophy, Brittain (1969) found that
.preschool children actually enjoyed discussing their art work as they were in pro-
cess._He also found that the children worked longer on a piece of creative work and
the work was developmentally on a higher level when an adult encouraged verbalization
from the child while he was working. Combining verbalization with a physical activity
enables the child to clarify specific word meanings. This notion is further supported
by Razran (19 who found that the children who demonstrated the most significant
understanding of a concept were those who .were shown the object and then given 20
sentences about the object when compared to 2 other groups one receiving the object
and one sentence,_ the other receiving 20 of the objects and one sentence. Ausubel
(1964) wrote of the desirability of a wide, range of objects which can serve as re-
ferents for speech.

The second phase is iconic imager, a representation that summarizes events by
the selective organization of percepts and of images, by the spatial, temporal, and
qualktativeotructures of the perceptual field and their-transformed images. Piaget
would-refer.to this as mental images.

rhe third phase is a symbolic $ystem which represents things by design features
that. include remoteness and arbitrariness. A word neither points directly to its re-
fercnt, nor resembles it as a picture. Piaget referred -6 verbal schemas or represen-

-----tation at this stage.
Woodruff, pruner and ilaget_generally agree about the sequence of concept develop-'

ment. :he learning theory prihciples of Piaget, Bruner and Woodruff suggest that an ex-
perience centered curriculum is a necessity.

According to the cognitive cycle of the learning theoris4, the subject matter
for any ooncept automatizally becomes the objects, events, and-consequences that are
taken in through the ,ehsory organs. This perceptual process is the beginning of con-
cept formation (Woodruff, 1967).

:;runer (1966) found that school learning successes and failures cannot be ex-.
_ptained-.completely on the basis of "intrinsic learning," a concept akin LO Piaget's
pieaoure in cognitive functioning. He suggested powerful and intractable linkages
between ,:motions, concepts and ideas which mold both the level and the nature'of cogn-
itive functioning. He found that a different form of cognitive organization takes
plac'e in an environment which places high importance on external regards and punisil-
mcnt kejc primitive needs active and which meets steps at.mastery with negative res-
ponces and an environment in which_function pleasure and interest are learning guides.

Woodruff (1967) suggested that knowledge is about the "real world". The real
world_conoists of objects which are engaged in events with consequences that impinge
upon the self and affect its sense of well being.

The five clements that constitute the significant aspects of the, environment as
far as learning is concerned are;

1. objects that are around an individual;
2. the events in which the objects-take part;

3. the consequences of those events; 1
4.-the ways they impinge upon him; and
-5. the way he feels about them.

he se five kin,1:, of concepts are the ones that will be forming in the min,' of Lho

inCyidual.
.turther suggested that verbal and,,,symbolic knowledge Is used in our ;pub

10
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.Tic schools today. Concepts cannot be formed without first having concrete images.
Young children must perceive real things first, then make their own concepts.,1his
is conceptual knowledge - the input of real things and their transformation into con-
ceptual structures. Therefore, real things must come in thorough perceptual ,,enseL,
not through language. Language is only a form of expressing. one's knowledge. it can
function. as a stimulating and suggestive influence on a learner az he forms his con-
cepts, but not as a substitute,for perception.

Piaget (1950) found that babies between the ages of 12 and 24 months when pre-
sented with concrete objects that repeated more than one form tended to group these
objects on the basis of like forms in the course of their spontaneous play.

Concepts develop slowly during the sensorimotor period when the child iS dis-
covering classes, accumulating positive instances, and rejecting, negative ones. Pia-
get emphasized the primitive quality of early concepts when he discussed "object con-
cepts." .41ell nonverbalized concepts valuable to a child in directing his own activity,
are of, limited use because they cannot bc: communicated. A concept to he comnulnicable
must ,be represented by a symbol that is understood by others to carry the same mean-
ing that the child intends. This symbol is usually a word. Symbols are aids to think-
ing that enable the individual.to reflect upon objects or situations which are not
actually present.

While children often make up their own words as symbols for their concepts, it 1.5
obvious that for concepts to be educationally adequate someone must apply the propel
word as he needs it. Concept formation and language development are mutually inter-
dependent pro.,ez,ses, for virtually every word other than _proper nouns represents a
concept. Words also help in conceptualizing experiences. The "what's that" stage of
language development signals a particularly active stage.of early concept discovery.
In discussing ':intuitive" thought, however, Piaget emphasized that not before about
age seven are concepts sufficiently firm and interrelated to permit logl.al reason-

ing in concrete situations.
As a child's fund of concepts learned from direct experiences increases, he can

begin to develop and extend concepts from vicarious experiences, especially from stor-
ies, pictures and direct conversation. lulevision has considerable potential in this
respect. Children may also pick out familiar words that they hear in various situa-
tions and inquire about their meaning. When concept learning starts with the term

. and preceeds with definition and illustrations it is learned inductively, more In the
fashion of many later concepts met in school. The skill of teaching a concept in this
fashion is in utilizing the child's concepts that are already well formed, for him.
Then help him construct mental images of representative members of the new class or
concept.

During the first part of the preoperation stage
questions of the who, what, when and where questions
the child reaches the intuitive stage (approximately
to ask the child how and Ali questions. Piaget found
"why" questions become meaningful to the child;

11_ 0 1 6

, the adult should ask inquiry
of the child. It i3 not until
age 4-7) that it is appropriate
that it is at this time that
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:1EA31JRING CW:EPT DEVELOPMENT

Thillren's semantic abilities, hence concepts may be assessed in three ways.
begin w14-.h thr; learning facilitator must discover what concepts the child has and what
are their cont%:nt and qualities. By being cognizant of the semantic knowledge of those
concept:, children should know bi approximately age seven the learning' facilitator
begin to :study the evidence of conceptual development by observing the child's physi-
cal and verbal. behaviors. A longitudinal checklist should be kept for each child to
note the,emeruence of new concepts, attainment of concepts and higher hierarchical
conceptual xmderstanding.

To assess the effectiveness of multi-sensory learning systems to teach specific
concepts a basic concept attainment instrument can be used. Concept mea-urement in-
volves making a common response to a class of stimuli. A concept is understood when
the learner can identify any member of the class as belonging to the class. Classifi-
cation is not complete without the generalization that all members of this set meet
the test of specific criterion. Woodruff (1967) suggested once an individual under-
stands a ,,oncrete concept he starts to associate and combine them and mold them into
different kinds of abstractions, generalizations and principles.

The public test of the formation of a concept is the ability to respond correct-
ly and reliably to new positive and negative instances of it; it is not implied, how-
ever, that a concept has not been learned because it cannot be berbalized (Carroll,
19641.

Bruner (19 ) distinguishes the difference between concept formation and concept
attalnment. In the formation stage the child has the ability to interact with Gate-
6ories but can't define their characteristics. He can discriminate, but can't tell o1
why, while concept attainment involves verbal specification of characteristic:, of a
category. The child can communicate and define attributes that,distinguish exemplar:

from nonexemplars. '-

.)avid Elkind (1968), in a discussion of Piaget, established that every concept

has two different kinds of content:
1. Mere is the realm of objects that the concept points to or denotes, which con-
stitutes its. extensive content. This is the kind of content with which the discrim-
inative response version of a concept is concerned. The content of a concept includes
all the exemplars of the concept (tree) that the individual can correctly classify.
Traditionally, we tend to sample the extensive content by presenting the child With
exemplars that vary rather widely among themselves,_ for example by presentim; him
with a palm tree or evergreen.
2. .he other kind of concept content corresponds to the common feature of features
connotated by all the exemplars apd constitutes the concept's intensive content.

This is the kind of content assessed by verbal definition procedures. The in-
tensive content of a subject's concept is arrived at when the child asked to tell
what "vesper" means or the way in which an "apple and a pear are alike or the same."

comparing the child's answers with those given by a representative normative
group one can tell the extent the subject has acquired the commonly ac,cpted inten-
sion of the concept.

There is little coordination between the extensive content of a concept as re-
vealed by discriminative responses and the intensive content of the same concept a,

revealed by verbal definition.
Following are some examples of measures for multi-sensory learning Liyntem.,.
:once the child seems to have masteted basic understanding of the con,ept the

learning facilitator should continue to assess the further development of that con-

cept.
c:mpletehot..s of the conceptual knowledge can be assessed. This Jon. une

of the following categories:
1. ,onsistency - doeS the child maintain the same response a:; stimnInh

varied?
2. Accuracy - does the child give pare,lai re:;ponnes?

X)

0 0 1



3. Clarity - does the child give clear and acceptable examples?
4. Fullness - does the child give several aspects or details? Can he see opp-

osites?

5. xtensiveness - does the child give many different kinds of illustrations?
(). Applications - does the child use the semantic concept correctly when speak-

ing?

The measurement of concepts cannot be confined to simple Overall measure or
:-A.ores, such a- thoL.e from intelligence and achievement tests, because conceptS are
not considered to be functions of ability. "It cannot be assumed that if the child
lacks the concept, it is because he is unable to learn it or that his failure to
learn after he has been 'taught''is purely a matter of ability." Johnny does not do
well in arithmetic not because he does not work enough, but because he has not built
the previous intellectual structures required to master that particular arithmetic
..:oncept. Therefore, measure needs to be designed in reference to the imlividual child's
understanding of the subject matter.

Another way of children's concepts can be measured as an estimate of the maturity
of thought is looking at the nammer in which children define words. Younger children
usually think in terms of function and description, illustration and demonstration;
whereas older children more often use synonyms and explanation types of responses.
children seem to shift gradually from the use of concrete ideas and emphasis on iso-
lated aspects to an emphasis upon class features. Darrow (1964) suggests the following
analysi:. chart may be used to measure conceptual understanding in this way (see
chart on following page).- /

Ak.

neasuring conceptual attainment in terms of maturity of intellectual thinking
enables the learning facilitator.to add scope and sequence to the multi-sensory
learning systems. '"Instruction that enables children to think about such materials
at higher stages requires that the teacher listen closely to the child and begin at

the level that matches he child's already developed structure. It requires that
movement be sequential, not haphazard, and that demonstration, discussion, and group
interaction be the meaningful activities for children. When the teacher has some un-
derstanding of the child's level of functioning, materials can be organized at that
level and developed to move toward the next stage,;" (Gordon, 1966).

Perhaps the best standardized test of vocabulary is the Stanford Binet. ?or
developmental assessment the following sequence is suggested:

Cattell Infant Intelligence Scale
. Stanford Binet picture vocabulary subtest

Stanford Binet definitions subtest

14
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Other Semantic Measures

1. Peabody Picture Vocabulary Test
Dunn, 1959, Vocabulary, comprehension of words

2. Preschool Language Scale
Zimmerman and others, 1969

. 3. Boehm Concept Test

N
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STEP-II; CONDITIONS FOR LEARNING SEMANTICS

It

Learner Characteristics

P

'Situational Variables

Content Variables

Learning. Strategies

Directive

Developmental

0
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Learner Characteristic Relatin to/Concept Development

i. Conditions of sense organa. C lc :en tend to differ in efficiency of sensory

apparatus, so no two children experience primary data of the same environment

.the same say (Hurlock, 19 ).

Extreme examples: blind,child
deaf child

2. Intelligence. High intelligence, especially in the areas of memory and reasoning,

increase child's ability to develop concepts. (See concept development in mentally
,

retarded children, (C. Mueller, 1973)).
3. Attitude. The value a child places on a concept indicates his feeling for it and

influences his behavior (Woodruff). Values are concepts heavily weighted with emo-

tions, (Hurlock). Research findings indicate-that intelligence plays-a less crucial

role in the affective element of concepts than in cognitive element; e.g., dislike

of some object by a child may be a result,of prior experienceb with an object rather

than the child's knowledge of it. Clinical evidence indiaates that, on the-whole

a well adjusted child tends to have more accurate, more realistic, and less emo-

tionally weighted concepts than a poorly adjusted child.

4.-Previous experiences.:Research investigators indicate that the correlation be-

tween concept development and experience is greater than between concept develop-

ment and intelligence.

5. ge. The older the child is, the more learning.opportunities'he should have had

leading to concept development. .

6. cial class differencest,Research indicates that a child'siconcepts, their acc-

cy, their variety, did:their number and the like are toga large extent deter-

m ned by social economic group affiliation or rital/urban,environment. Early con-

cepts are based on concrete experiences.

7. Sex differences, Research findings indicate-that girls and boys, due to differ-.

ential cultural conditioning, attach different meanings to experiences and objedtsr

-e.g., clothing:
8. Language. Necessary process for concept formation.

Situational Variables Relating to Concept Development

Verbal interaction with adult - Research and clinical evidence supports idea that a

child is helped to develop abstract concepts by repeated expetiences with ob-

jects, people, and situations especially ifverbal interaction takes place.

Amount of is the situational variable.

Details of environment - Encouragement of-adults to observe details in environment

help children to develop conceptual thihking.

Content Variables for Concept Development
I

The contentcontent carried by the instructional strategies will be seledted from the

concepts identified as learner outcomes. For example,: color concepts, shape concepts,'

etc. The content can be taught by one, several or'both of the identified instruction-

al strategies. See developmental leatner outcomes for listing of concepts.

Types of related media identified in the multi - sensory cognition systems are

the content.

Instructional Strategies

Concepts can be taught both developmentally and directiVely. In the develop-

mental process encoding techniques of questioning and statements and corrective

feedback techniques of verbal reinforcement, extension of syntax, elaboration and

extension of thought are used. These techniques are used according to child's in-

terest and responses and are most appropriate when the child-learns concepts ac-

18
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cording to Piagdt, .:tuner and Woodruff. According to others (Berfeter add lnglemann,
19 ,) concepts can also be taught using a directive strategy. In this situation the
learning facilitator decides the concept to learn provides a model statement regard-
in,; the concept, requests the child to repeat the statement and then reinforce:, him
accordingly.

Directive strategies for teaching concepts.

Semantic Outcomes To introduce concept of maybe.'and or.
Contents Blocks of various colors.
Strategy: Directive

Have blocks of various colors displayed before the children. Tell them that
you are going to take the yellow block and the red block and put them behind a
,screen so that they cannot see. Then tell them that you are going to touch the red
block or the yellow block. Put your finger on one of the blocks and ask "Am I touch-
ing the green block?" They should answer no. Respond, "That is right. I said I would
touch the red or .yellow block." Then ask if you,are touching the yellow block. If
they answer yes or no take this opportunity to point out that they can't see so they
really do not know; that they cannot really answer yes or no but could say maybe.
Ask the same question about the red block and reinforce the use of maybe.,Remove
the screen and show the children which block you are touching. Explain th'ht they can
answer yes or no because they can see and know the answer. Continue this exercise
with different colors until you feel that the children understand the concepts being
taught.

Semantic Outcome: To recognize name and consciousness of self being "special".
To develop body awareness by walking and seeing self in mirror.

Content: Mirror, name tags around mirror with stock tac.
Strategy: Directive

Teacher asks children to listen to the teacher clapping. "Look what your hands

can do. Look at everyone's hands. Letls_walk around to the belit of our clapping."
Children and teacher walk and clap. They walk past mirror. TEACHER QUESTIONS

JuiCWLEDGE OF AJCARULARf WORK MIRROR. Children stand in circle and keep clapping and
marching in place. Each child has a turn to come to the mirror and clap.

In a circle, teacher gives directions and describeS the action as the children
irAtate. clap, walk, swing arms, shake arms, touch toes, stamp feet. Teacher should
give directions such as "We are clapping. What are we doing? Right, say it with me.
We are clapping." (If teacher uses imperative forM - "clap" - she can't then ask

the child to repeat the same-form.)
Ask if anyone would like another turn at the mirror. If children agree, the

,teacher looks to see if that child's magic ticket says Tommy. Tommy, would like to
come to the mirror and do a trick. Encourage child to respond verbally, "Yes, I

would :2.

Semantic Outcome: To expand the concept of the body
Contents_ Disassembled manikin from Peabody Language Kit
Stragety: Directive-

Teacher should review the concept that all people have body parts. This concept
should be expanded by stating that, our body parts help us do many things. The In-
structor should then reassemble the figure by passing out or spreading out on thc
table the parts of the figure. Again, start with the head and allow Individual chi ld-
ren to take turns in helping put the parts of the figure together. The :.entente pat-
terns, "This body part is the We with our I

should be used with each student until all parts have been assembled.
Teacher: "..ow 1 am going to zee how well you remember what we have talked about.

I will zay the name of a body part and 1 want you to tell me as many different things
_

as,you can that we do with this body part."

19
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Teacher should say the following body parts and should encourage the children to
respond.

eyes see, look
ears - hear, listen
nose - breath, smell
arm - lift, things

carry things
hands - pick up things

scratch, write, eat, clap
mouth - eat, talk,',sing, taste
legs - walk, jump, run, kick,-hop

Semantic Outcome: To stimulate observation of differences and expression of such by

comparison of the bodies of various creatures with the human body.
Content: Vocabulary including worm,' bird, dog, spider, monkey, fish, human, skeleton,

body covering, hair, skin, scales, feathers, head, neck, body, legs,,fins,
feet, wings, same, different, alike. Animal pictures of worm8, birds, dogs,
spiders., monkeys, human, fish.
Aspects to be considered:
1. skeleton - presence - absence
2. body covering

body parts- head-facial structures
,neck
body
appendages - number? what are? function?

4. locomotion,
Strategy: Directive

After discussing one aspect of consideration such as which animals have skeletons
it should be pointed out that this is one way thattheselnimals are alike.

Teacher: Can you tell me how a bird and dog are alike?
Child: (most probably response - both animals)
Teacher: Yes, they are both animals, but you could also say that they are a-

like because they both have skeletons. \ -

Continue this process with various aspects discussed, bringing in alike - dif-
ferent concepts.
Developmental Approach to Concept Learning. There is more to concepts than words. A
concept is a theoretical construct, an abstraction by the psychologist - it exists
neither in imagery norlin words. A word is a package of concepts and soNis an image.

There must be some way a perceptual input can communicate with the inner system
of concepts.

Some packages of concepts have phonetic things attached to them which make them
pronounceable. However, any attempt tc reduce conceputal thinking to mere manipulation
of words, necessarily leaves out many conceivable concepts. Howeve; it is the word
that enables the chid to communicate and demonstrate the level of the child's concept-
ual development.

Since some concepts are never verbally defined in a person's repetoire, the best
description would 1be what Bruner describes as a category. He portrays a category as a
basket in which -the individual puts those objects that belong together because of the
attributes they are under a given system of classification. A category inciides with-
in it a range Ct'discriminably different items which are treated as if they are the
same (Bruner, 0560. For example, a mode of transportation which travels on water is
generally considered to be a boat, A child splashes around inhis bathtub and is given
a blue, wooden boat to play with - something thatifloats. Asmother, hands it to him,
she says, "Boat". Later, this child may take his blue, wooden boat ;to the lake and put
itlin a new environment. There he may see a red plastic thing with:a white sail another
child has, and his mother says, "See ToMmy's boat." His uncle may /take him out in a
thing which somebody says is "Uncle's boat." He can sit in it andlit goes through.water
very fast. The day that the child sees a boat-like pbject moving through the water and
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verbally label:: it as a boat we can say at this point the child has the concept of what
a boat is. The child, from his experience of floating objects figures out what these
things have in c_ommon that cause them to have single name or the concept label, "boat".

Piaget also feels the child develops conceptual knowledge through sensory inter-
action with the environment. According to his developmental theory, the first stage ins
concept levelopment is preconcepts. Preconcepts are formed when the child clearly un-
derstanAz either that members of a class differ from one another or that they are all
alike in their membership in the class. Piaget (1950) found that babies between the
ages of 12 and 24 months when presented with concrete objects that repeated more than
one form teded to group these objects on the basis of like forms in the curse of their
spontaneous play. Sigel (1971) found differences in criteria as well as capabilities
for classifications between lower-and middle class-children;- lowerclass children seem
tb show high preferences for use of color or form and when they do group, rarely if
ever use standard categorical labels, such as "These are animals" or "These are foods".
It was conclUded that lowerclass children seem to have greater difficulty in using
any but more obVious descriptive characteristics as the basis for seeking classifi-
cations, suggesting they are operating in a preconcept stage.

Concepts develop'slowly during the first two years of infancy when the child is
discovering classes, accumulating positive instances, and rejecting negative ones.
Piaget emphasized the primitive quality of preconcepts when he discussed "object
concepts." Such nonverbalized concepts, valuable to a child in directing his own
activity, are of limited use because they cannot be communicated. A concept to be
communicable must be represented by a label that is understood by others to carry
the same meaning that the -MIA intends: Lrbels are aids to thinking that enable the
individual to reflect upon objects or situations which are not actually present. While
children often make up their own words as labels for their concepts, it is obvious that,
for concepts to be edu cationally adequate someone must supply the proper words as
children need them, The "what's that" st.ze of language development signals a particu-
larly active stage of early concept discoVery.

Piaget suggests that for classification of objects into groups there is a mental
process of defining characteristics that determine whether an object is put into a
particular category. When a child underStands what a noun signifies (a label for a
class of objects or actions), he has moved from the preconcept stage to the formation
of ;enuine concepts. ..a.ch set of labeled concepts must be considered as a number of
distinct individual objects with a common feature that defines the class.

Various research studies have pointed to the importance of language intervention
while the child is interacting with his environment. In a study,with disadvantaged
four year olds, it was found that the ability to express oneself verbally iu the common
requisite for successful pbrformance on measurements in which the disadvantaged child
showed the greater deficiencies (Chipman & Hess, 1965). Karnes (1968) found that ver-
bal expressive abilities dramatically improved when learning activities were struct-
ured to engage the child in physical involvement while concurrent, meaningful verbal-
izations were, elicited. In an example that is contrary to traditional nursery school
philosophy, Brittain (1969) found that preschool children actually-enjoyed discussing
their art work as they were in the creating process. He also found that the children
worked longer on a piece of creative work and that the work was developmentally on a
higher level when an adult encouraged verbalization from the child while he was work-
ing.

Combining verbalization with a physical activity enables the child to clarify
specific word meanings. Learning theory and research suggest that concept formation
can best be facilitated by multi-sensory learning experiences;

Xulti-Sensory learnin; :totems. :iulti-sensory learning systems\have been effective in
teaching your children basic concepts. A system is defined as a compilation of open-
ended, yet structured reuource materials centering around a specific concept. The sys-
tems spiral in a developmental nature is that every child interacting with them can
further knowledge of the concept intended or a child can develop his own concepts
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from the media -ince no two children experience the primary data of the environment in

the same way. ;he role of the teacher is to giVe the child labels as he interacted_y

the media and to assist him in )discovering like attributes of the objects. Media in-

clude organic objects, artifacts, children's literature, movies, films, filmstrips,

slides, tapes, lighting, music, round objects,, art reptoductic s, sculpture, toy's, art

media for creating purposes, and any other object which reinforces the learning of

the "concept.
Implied in a system is a feedback loop to ascertain if in fact 4 concept has

been formed. The instrument in Table I was developed to measure the effectiveness of

the multisensory learning systems, The particular instrument shown here was uses with

a study with two year old children. Questions can be adapted to measure each of the

specific concepts taught by various centers. The older children should also be asked

to give negative examples of the concept, e.z.', Show me something that is not red",

and to establish. their own criteria for claSsifying objects.

Planning for instruction. Plans for-teaching the concept may be pe ived as a

map .by means of which children proceed to learn the prescribed tasks. T inal ob-

jectives must first be decided upon. Then working backwards, the subo mate object-

ives and types-of learning must be identified and ordered in a determined
,.

by what kind of learning preceeds another.
For example, the final conceptual objectives of a multisensory learning system

might be to determine the factors which influence the growth of plants, The question

would be "What do plants need to make them grow?" A subordinate objective might be td

determine "What effect does "water have on the growth of plants?" The following types

of learning can be used as a guide to develop plans for this subordintte objective.

Step 1. Identify the principle involved in solving the problem.

Step 2. .Determine what concepts are involved in determining the principles and in

carrying out the experiment - water, growth, corn, seeds, soil, and sand:--

Step 3. Children will need to be able to discriminate among objects to seleCf part-

icular items within a class, such as to tell the seed from the plant, to

pick out a corn seed from other seeds, to tell sand from soil, etc.

'.1tep 4. Children should make verbal associations among things which'have relation-

ships such as corn, pea, bean, seed, etc.

Step 5. The learners must be able to carry out the actions in the experiments in

some sequential series of steps, ,

step 6. These experiences can be carried out only if children can apply verbal

labels for the things to be used, done, and observed.

All objectives and tasks should be precisely stated so that they can be clearly

communicated to children and readily assessed. They often can begin,with verbs such

as "draw", "identify"-, "look for", "tell,", etc. ,

All children may not need to start with the simplest type of learning. Some

children might begin most profitably at the level of learning the steps cf planting

and watering. To make these determinations informal evaluations can be made by mean-,

of observation and discussion.'
Alternate tasks should be available for children,who choose not to participate

in the one prescribed since some children may not be rsady for the task in terms of'

their level of interest, physical maturation, or intellectual development.

Language and cognitiye learning experiences should be integrated with :In.-nri-

motor, visual perception and motor tasks. The materials and equipment ank'how th

will be used in the learning experiences should be included in the instructional'

plans. wince materials and "equipment for free play are to be deliberately selected,

notations of these shOuld be in the plans.N
,.

How to develop your concept:

1. Research every, source (films, filmstrips, books, literature and content fields,

pictures, art reproductions, manipulative materials, photographs, artifacts, re=

cords, etc.)
22



2. 3hoose media. related to your concept or skill. BP sure to provide experiences for
, all areas of development.

3. Organize carefully (arranged aesthetically, quality not quantity); mount materials
whenever possible, supply explanatory statemerts for older children, etc.

4. Measure achievement. (Nonverbal identification measures, verbal ider*ification
measures, classification measures, etc.).

r

Following is an example of a multi-sensory learning system designed by Blaine
Barker of the UVa staff.

1. .;ONCEUUAL UNDERSTANDINGS OF SHAPES (square, triangle, Square, sphere)
1. Gategoriation

a. function discrimination of shapes,throughout the environment; detecting
shapes in pictures; spacial relationships which are essential
skills {for learning letters and how to put them together to
form words,

b. color - varies
c. comPosition - solid form or lines enclosing geometric space
d. number - four shapes (square, rectangle. circle, and triangle) with possi-

bility of learning diamond, semi- circle, pblygon, pentagon, hexa-
gon, octogon (cross), decagon (star),, trapezoid, and ellipse for,
children who already know basic shapes.

e. major, parts - sides, corners, angles, and curves

f. five senses:'
1. taste - snack of round and square cheeze on geometrically shaped

crackers (Sociables); cut cheese into various shapes
2. smell - not applicable
3. touch - identify forms through taci-kle'discriminatiod'with no visual

cues (grab bag
4. sight recognize shapes when presentedvisually

5. hearing - wheri told ti* name of a shape, can connect with the visual .

r form.

g. .size - small, medium, and large
h. shape - square, rectanglar, traingular, circtlar (move to additional shapes

when indicated mastery of these),
i. associations - everyday objects: books, school,supplies, toys, plants, trees,

houses, furniture, safety signs (stop, yield, railroad cross-
. ing; etc.). human bodies

2. iotivation - through art activities, games, finger play, and song .1.

11. AREAS. OF DEVELOPMENT
A. Motor

1. cross - make, shapes with body or parts of body; position body according to
outlines of shapes on floor; carve pumbpkin

2. ,iine - collage with paper plates and geometric shapes cut from construction
paper
collage with paper plates, wallpaper, or styrofoam containers and
geometric shapes cut from materials.
pattern painting on newspaper with geometric shapes cut in potatoes
cutouts from clay dough with cookie'cutters
drip pain in construction paper cut into geometric shapes
grab bag
draw in sand
construct geometric rtlpes out of telephone wiring or pipe cleaners.

3. ',isual Perceptual - shape lotto
shape bingo
shape puzzle
Shape-0
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Attribute Games
flannel board with shapes
shapes projected on wall
familiar objects to play with

n. Language
1. Phonetic - plurals through discussion of sides, curves, lines, corners, and

angles

2. Semantics - learn what geometric names mean and properties of the shapes

(triangle has three sides)
3.. Syntax - subject and verb agreement (A square has four sides that are the same

size: Triangles have three sides.)
use of prepositions through body position game ("Stand inside the

circle?" "Sit beside the square". "Stand between the triangle and the

rectangle.")

4. Auditory discrimination - Sesame Street record on shapes

5. Reading - learning to discriminate shapes is ultimately essential in learning

to make letters which are basic to the ability to read

G. Cognitive - sharpens ability to discriminate details of objects found in everyday
experiences, thus perfecting ability to deal with detail in reading,
writing, eye-hand coordination, drawing and mathematics.

J. Social
1. Self'Concept - make masks or hats from geometric shapes
2. Self Help Skills - learns to work alone in art activities, use creative abili-

ties; explore with objects in common object corner; discover
when searching for geometric shape.

III. ACTIVITIES
Making Shapes with Body:
1. Learner outcome - to begin to get a feel for shape and develop gross motor

coordination

2. Conditions ,

a. learner characteristics - five 4-year old children (three boys and two girls);

two from lower class families, one of them with a language deficiency and

or extrame.shyness and lack of conficence, therefore talking very little;

two children somewhat hyperactive, therefore having bad attending abilities

frequently.
O. situational variables - small room where rest of activities set up

c. strategy - game /

d. content - use fout or five 36 inch lengths of heavy string or yarn (all the

same color) and make representations of geometric shapes on the floor; then

the children place themselves in relation to shapes as directed by the learn-

ing facilitator ("Stand beside the circle." "Step outside 'the square." "Skip

around the rectangle." "Stand on a corner of the traingle.")

3. Resource - The New Nursery School, Learning Activities Booklet V, p. 22.

Carve Pumpkin
1. Learner outcome - to be able to use some of geometric shapes in design of pump-

kin's .face and identify shapes

2. Conditions
a. learner characteristics - same five children

b. situational variables - same room ,

c. group activity - strategy
d. content - with help,of learning facilitator in cutting, children clean out

pumpkin, pick designs to be used in face, and identify shapes uwd

3. Resource -
7,:onstrvetIon Paper Collage

1. ,,earner outcome to begin to distinguish differences in shapes while selecting
them use in collage; eye-hand coordination and fine motor
coordination
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2. Conditions:.

a. learner characteristics - same five children
b. situational variables - same room with table for children to work at
c. strategy - art activity
d. content - children use paper plates and choose circles, squares, traiangles,

rectangles (and possibly &Lame and semi-circles) cut from red,
yellow, blue, and green construction extocompose collage
and paste it on plate.

3. Resource. -
Katerial.Uollage
1. Learner outcome - additional ex-eeriences with distinguishing shapes while

selecting them for a collage; eye -hand coordination and
fine motor coordination; experience in discriminating tex-
tures.

2. Conditions
a. learner characteristics - same five children
b. situational variables table in same small room
c. strategy - art activity
1. content children select shapes (circle, square, rectangle, triangle, dia-

mond, semi - circle) from various materials (cotton, wool, acetate,
felt, velvet) to paste on paper plates, wallpaper, or styrofoam.
container

3. Resource -
Newspaper Prints
1. Learner outcome - to cut geometric shapes out of potato and identify cutout

2. Conditions:
a. learner characteristics - same five children
b, situational viarables - table in same room
c. strategy - art activity
d. content - children cut geometric shape out'of or into potato with help of

learning facilitator if inecesary, then dip shapes in various
paint (red,, yellow, blue, green) and make patterns on newspapers.

3. Resource -
Clay Dough Cutouts
1. ,,earner outcome - practice with geometric shapes; identifying shapes used; eye-

hand and fine motor coordination; possibility of noticing
shapes in the newspaper.

2. Conditions:
a. learner characteristics - same five children
b. situational variables - table in same room
c. strategy - art activity
d. content - various colors of clay dough and various geometric shape cutters

available from which children can select and start to make cut-
outs; identifying and describing shapes used.

3. Resource -
jrio Painting
1. Learner outcome - to distinguish the differences in various geometric shapes

(number of sides,, straight or curved lines, number of corners)
2. .;onditions:

a. learner characteristics - same five children
situational variaoles - table in same room

c. strategy - painting, new sort
J. content - children select geometric shape to paint on (large circles, traingle-,

squares, and rectangles cut from various colors of constrvction
paper); fold in half and open; drip various colors of tempora paint
on each side of the folded-line; when finished, press together
again and reopen to get pattern made from drippings of paint;
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allow to dry well before sending home or hanging; describe what

sees In his finished pattern ' '

3. Resource
Grab bag
1. Learner outcome - to be able to feel objects without seeing them and tell what

shape they are

2. Conditions:
a. learner characteristics - same five children
b. situational variables - corner of room; when children know shapes well, can

play this without learning facilitator present to
say whether shape discrimination is right'or not

c. strategy - game
d. content - at first can put flat plastic shapes from the Attribute Game kit

in Grab bag and have child put hand in bag, feel,one shape, and

identify it, then look at shape to see if identified correctly;
as geometric discrimination ability improves, put common objects

in grab bag and have child identify the shape of the object and

what the object is (is possible); if more than one child playing,

take turns

(3. Resource

/Sand Drawing
1. Learner outcome - to get the feel of a geometric shape and how it is drawn,

leading to fine motor coordination needed for writing letters

2. Conditions:
a. learner characteristics - same five children

b. situational variables - in sandbox outdoors, if posSible; if not, can bring

boxes of sand into classrooM

c. strategy -play activity
d. content - have child draw geometric figures he has learned in sand, first

with a stick and then his finger, describing characteristics of

shapes as he draws them

3. Resource
Wire Shapes
1. Learner outcome - to be able to construct at lealt four geometric shapes; fine

motor coordination

2. %;c-..ditions:
a. learning characteristics - same five children

11. situational variables - at table in same room

c. strategy - art activity
d. content - use telephone wire (fine) or pipe cleaners for children to make

geometric shapes from

3. Resource
(As children participate in any of these activities, the learning facilitator

will interact with them, getting them to describe what they are doing, discuss

the characteristics of the shape or shapes, and helping them to learn the

characteristics of the shapes. Since the children axe at various levels in dis-

criminating shapes, they could begin at various points in these activities.

The activities for which I have lilsted nothing for resource, I have e,otten

from various day care centers and schools and activities I participated in as

I came through school and while I taught.

"usual Perceptual
Shape Lotto
1. Learner outcome - to discriminate the differences between six shapes (circle,

semi-circle, square, rectangle!, diamong, and x.i.angle).

2. ';onditions:
/7a. learner characteristics - same five children,

b. situational variables - same room
c. strategy - game

26



d. content - lotto board with nine spaces (4x4 inch approximately) with six

shapes placed randomly; first let child play with and match shapes;
then can use as game with facilitator calling out shapes

3. Resource
Shape Bingo
1. Learner outcome - for child to be able to discriminate the differences between

circle, semi-circle, square, rectangle, traingle, and diamond.

2. Conditions
a. learner characteristics - same five children
b. situational variables - same room
c. strategy - game
d. content - played like BINGO, except have shapes under each letter; facili-

tator calling out shapes (this will probably be too difficult for
these five children at this point)

3. Resource
Shape Puzzle

1. Learner outcome - to discriminate shape and be able to fit into puzzle (square,
triangle, circle, rectangle; and semi-circle); eye-hand and
fine motor coordination

2. Conditions:

a. learner characteristics - same five children
b. situational variables - same room
c. strategy - individual game
a. content - child manipulates puzzle pieces at ativrate with help from facill-,

tator if requested -\

3. Resource - UVa Special Education Library
Shape-0
1. Learner outcome - to be able to perceive shapes and manipulate into holes in

Shape-0; eye-hand and fine motor coordination.
2. Conditions:

a. learner characteristics - same children
b. situational variables - same room
c. strategy - individual game
d. content - child fitS three-dimensional shapes into shaped holes in a red

and blue plastic ball; opportunity for interaction with facilita-
tor as hunts for correct openings and learns names (if ready
of shapes which range from a circle to a star (1 to 10 sides)

3.Resource - UVA Special Education Library
Attribute Games
1. Learner outcome - to explore shapes and learn to discriminate the differences

between them (circle, square rectangles, and triangles,
hexagons in two different sizes each).

2. Conditions:
a. learner characteristics - same children
b. situational variables - same room

strategy - individual activity
d. content - child left to explore and sort with the various shapes as he

desires; he can fit them into their compartments in the tray;
there are six of each shape in varying thicknesses and colors, so
that child gets several sensory experiences at once; facilitator
will not guide sorting, but interact with child getting explana-
tions of what he is doing

3. Resource - UVA Special Education Library
Flannel :.'Dart; with Shapes

1. Learner :wtcome - to discriminate the differences between four basic shape::

(circle, square, traingle, and rectangle) and pick out which
one missing from a sequence; and describe its characteristics
set up own sequence of shapes & create pictures with shapes.

27

ri C 3 1



2. Conditions:
a. learner characteristics - same children
b. situational variables - same room
c. strategy - game for one or more children

d. content - felt geometric shapes placed on flannel board /in various Sequences

with one missing; leave one shape out of secl4nce and ask\what

shape is missing; get child to describe attributes of shape; one

child can set Lp sequences for another; child can simply explore

with putting various shapes on the board;l'according to abilities

of children can alsO have,shapes in varying colors and sizes; can

also have sequence of shapes with one not the same as the others

and have child remove the one*.that Sn't belong, telling why

it doesn't belong
3. Resource - adapted from the New Nursery School, Activities Booklet V, p. 23.

Projected Shapes
1. Learner outcome - recognize geometric shape that common. object has when pro-

jected on the wall and name the shape; make connection be-

tween objects and their shadows

2. Conditions
a. learner characteristics - same children,

b. situational variables - same room or outside in play area if no overhead

projector,is available

c. strategy - type of game
d. content - take ordinary objects which will have geometric shape when pro-

jected on screen or wall, project them, and have children identify

the shape; if no overhead is available, this activity can be con-

ducted outside when there is good sunlight with the children iden-

tifying the shadow that is thrown on the ground;,also can be con-

ducted by holding up side of object to children having them iden-

tify the geometric shape they see; as children become adept at

identifying shapes, use objects which present shapes in a less

obvious manner..

3. Resource - adapted from The New Nursery School, Activities Booklet IV, p. 26.

Play Corner
1. Learner outcome - child becomes familiar with the various geometric shapes and

their presence in ordinary objects

2. Conditions:
a. learner characteristics - same children

b. situational variables - will probably not be able to set this up at Janie

Porter Barrett

c. strategy - free play
d. content - have a corner or section of the room where many common objects are

located which contain the geometric shapes being used in the cen-

ter (objects like balls, dishes, books, Musical instruments, pil-

lows, records and covers, pictures, etc.); child free to play with

any of the objects with facilitator interacting verbally with him

when possible

AdDITIODAL R2SOURCE3
Books
Crews, I)., We Read: A,to Z, Harper & Row, New York, 1967.

Emberley, 2., Drawing Book of Animals, Little,, Brown and Col, Boston, 1970.

2ostein, 0., & Epstein, B., Who Needs Holes?, ithron Books, Inc, New York, 1970.

Hoban, T., Look Again!, The Macmillan'Co., New rk, .1917.

j., Round and Square, Platt & Munk, New ork, 1965.

Polendorf, 1., Shapes Sides, Curves, and Corners, Children's Press, ,Thical;o 1970.

SHAPES, William Scott, Inc., New York, 1952.
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NimnIr:ht,

Games
Attrlbu Games, TEACHING .BESOURUS, Boston
Fit-A-ahape, ABC School Supply, $4.95

'SHAPE-0, Tupperware Toys, Orlando, Florida
Song
"Make a Circle" (to tune of "Ten Little Indians"), The New Nursery School,

Learning Activities Booklet IV, p. 16.
Make a circle with your fingers
Make a circle with your fingers
Make a circle with your fingers
There are many things that you can do.

Finger play
The New Nursery School, Learning Activities Booklet, VI, p. 33

looked in the cookie jar, and what did I see? (Form circle with both hands)
A big round cookie Mother put there for me.
Mother looked in the-cookie jar;
But she-didn't see, (Shake head)
The big round cookie she put there for me. (Form circle.again)

t al., rhe New Nursery School, General Learning Prey:., New fork, 1969.

Many educational materials companies have good materials for teaching shapes - ABC
School Supply, Beckley-Card y, and Child Craft. Also, the Sesame Street book and record
on shapes is suppOsed to-be good and must be since it had been checked out in all
libraries.

III. ACTIVITIES (cont'd.)
Gross Motor - Block Painting
1. Learner outcome - to begin to -learn the outline of different shapes; build

gross motor and eye-hand coordination; learn about mixing
colors

2. Conditions
a. learner characteristics - same five children
b. situational variables - same room
c. strategy - art activity
J. content - have wooden pieces of varying sizes (perhaps available in scrap

heap at lumber yard) that children can paint as they wish; chance
for interaction about the characteristics of the shape.

1
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Child's Name
Oate

1. Nonverbal identification
1. Point to a circle.
2. point to a square.
3. Point to a rectangle.
4. Point to a triangle.

Elaine Barker
Shape Concept Development Eleasure

----- II. Verbal identification (expressive language)

1. What is this (holding up square)?
u ( u " triangle)?

34 "
( tr " square)? _-

Lk,.
si is

( " " traingle)?
(Examiner can repeat the same four questions
holding uP objects of these four shapes.)

Classification ability with the objective established

1. Put all the circles together

R W

R

R W

R W

All None How many

2. "'
11 II squares together. All done How many

3. 11 11 11 triangles together. All None How many

4. " "
II rectangles together. All None How many

Child's Name Scoring: Receptive Expressive Classi-
fication

Date Circle

Examiner Square
Triangle
Rectangle

Language Mode Receptive Expressive Classification

To-tal-Seore
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Additional Activities. Touch and taste are often neglected modes when develop-
ing concept)._ very effort should be male to use them in order to broaden the child's
understanding.

Taste and discrimination are mostly develeped through food experiences
the 'Child has had. For those children where the experienpe may be limited., there
Should he activities provided which give this experience. This can be done through
games like a tasting or smelling party where children smell or taste all kinds of
harmless things and attempt to identify them and discriminate between them.

Walks, trips, simple food preparation in the classroom can further experience
and proficiency in these senses. It also develops vocabulary and helps the child to
empathize with things he reads about.

Touch is used early by the child to explore his environment. The infant grasps at
objects which immediately go in his mouth. Thus he learns texture - the smoothness,
roughness, etc. Later as this sense is perfected, he learns shape and size.

Blind and deaf children must rely on this sense to learn to read. There are,
however, others who are not blind and deaf who need the development of this sense in
order to learn to read. There are a number of activities which can be used.

The following activities can be used to develop kinesthetic (touch) discrimination.
1, Feelig various shaped objects and playing games which help to identify them.

This would include feeling squares, cones, cylinders, rectangles, circles,
etc. and being able to identify them by feeling and with eyes closed.

2. Natching shapes to their equivalent ones.
3. GUess,What it is?

Have a box or bag with sandpaper, satin, fur, wood, cotton, etc. Allow the
child, blindfolded, to see if he can tell what he has chosen out of the box.

4. Putting- puzzles together (maps, story, etc.)
5. Who is it?

ro

Blindfold a child and allow him to run his fingers over the face and head of
another to guess who it is.

6. Tracing, cutting, painting, clay modeling.
7. Follow the string. (tape can be used)

With shoes off and blindfolded let the child try to follow the string or
tape to the right spot. Games can be devised using this idea.

8. Feel the shape of letters, trace them, then try to make them without a pattern.
9. Feel a shape, flower, etc. and draw it.

10. Walking' a beam, a rail, etc:without shoes and with eyes closed.
In helping a child to develop his power to think and interpret through the sense

of touch, smell and taste, literature can be exciting and useful. It can help increase
the child's ability to go from concrete experiences to abstract thinking and thus in-
terpret the literature through the use of the sense Of smell, taste and touch.

Some other activities which promote the use of taste and smell are:
Containers with spices for children to smell.
Perfume sprays and bottles for children to smell.
Soaps of various aromas for children to smell.
Visits to various shops, stores, etc. to appreciate the uniqueness of different
shops.

Make sachets for Mother's Day using Spring flowers.
Make spice ball for closets out of orange and cloves.
Tasting party - Containers with salt, sugar, pickles, fruits, cookies.

Paper on which child circles correct tasted. article..,
hAV.E

Circle correct item:
1. :;alt or sugar
2. Salt or sugar
3. :tweet or our pickle
4. ;tweet or sour pickle
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5. Apple or pineapple

6. Pineapple or -apple

Cookies: Fill in using these words: lemon,' orangel, I .1 a

32
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ST2P III

Learning Facilitator Competencies

,
Study Questions

Selected Readings

Additional Readings
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COMPETENCIES NEEDED BY LEARNING FACILITATORS
TO DEVELOP CONCEPTS IN YOUNG CHILDREN

Cognitive competencies
The student will demonstrate knowledge of:
1. Jean Piaget's cognitive theory as it relates to concept development.
2. Jerome Bruner's cognitive theory as it relates to concept development.
3. Woodruff's model of. concept development.
4. Major model early childhood curriculums based on the cognitivist learning

theorists position - the New Nursery School, British Infant School.
5. Rationale behind the conditions of encoding (questioning strategies), verbal

reinforcement, extension, elaboration, use of story books with children and
multi-sensory learning systems. for teaching concepts.

6. Knowledge of measurement of-concept development.
7. Knowledge of media to stimulate concept learning in the early childhood setting.
8. Knowledge of research studies results on concept development.

Skill competencies -
1. The student will be able to iMpleMent effectively a multi-sensory learning

system.
a. The student will choose media and materials appropriate for the concept

to be taught
b. The student will be,able to select media covering all/discipline areas
c. The student will be able to select media that will develop concepts in a

hierarchical manner
d. The student will prepare a written.description of her center

2. The student will demonstrate appropriate use of questioning strategies de-
signed to develop concepts.

3. The student will be able to develop and use appropriate concept assessments

for the learner outcome.
4. The student will be able to use elaboration techniques tO,develop concepts.
5. The student will be able to use sequential questioning strategies with story-

books to develop concepts.
6. The student will be able to use verbal reinforcement techniques when appro-

priate to develop concepts.
7. The student will be able to use extension techniques when appropriate to

develop concept6.
8. The student will be able to use the directive process to develop concepts.
9. ale student will be able to appropriately administer a standardized vocabu-

lary-test to young children.

Schedule For Semantic Module

Day 1 Overview lecture
Day 2 Begin developing multisensory cedlers

Read module overview and _readings --,'

'Jay 3 Jiscuosion of semantic readings and ideas for centers. Students should bring
what he has developed on paper thus far. 10 instructors for discussion. Staff
iill-be availabletto assist in helping find media.

Day 4 Tape directive and developmental
Day 5 processes with semantic content
Day 6 in field centers and evaluate.
Day 7 Turn in written multisensory learning systems to instructor.

Study Questions: The student should be able to define the following terms:
Accomodation
Adaptation
Assimilation
Preoperational Stage
Sensorimotor State
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The student should be able to discuss the following questions:

What does Piaget mean by:
1. adaptation?
2. what is his concept of IQ?
3. what does he mean by stage dependent theory?
4. how do you think Piaget and Bruner differ? how are they alike?
5. what serves as internal or intrinsic motivation for Piaget?
6. If a concept continues to develop as one has more and more experience suggest

a possible order of events in the growth of the concept of fivenees (not the
written numberal).

7. An optional exercise: Think of a concept without a concept referent, like
honesty or sympathy, and des3ribe a series of experiences a person might
have to develop the concept.

Suggested films to be viewed. These media may be viewed individual or with a

group.
.

Children Letikning by Experience

Source:

I

Bureau of Teaching Materials
State Dept.. of Education

Richmond, Virginia 23216

I9IgnAngj2aalng
Learning begins in delight and with the exploration or investigation which con-

cerns the children. The good elementary school promotes learning by organizing:signi-
ficant discovery for each child and by confirming and extending his experience.

30 minutes/Black and white
Purchase: $250.00
Rental: $30.00
Source: Time Life Films

43 West 16th Street
New York, N.Y. 10011

1

Slide-tape presentation , 1

The intent of the slide tape presentation is to offer an exp]anation to the

trainee of the theoretical bases of learning centers, their applidation in the class-
room-, their organization and composition, and the evaluation available. The trainee
may use the presentation independently in a learning carrel situation or in small

groups.
The miltimedia kit purports to-explain how young children leatn and how teacher's

can provide the conditions forsuch learning: _ .

1. An accompanying cassette tape is provided. The script justifies concept
learnIng.according to_several cognitivists.

2. The slides are used to demonstrate how to set up a learn center as well

as ta exemplify several "finished products."

Selected readings for semantic module -
Amster, H. Concept formation in children. Elementary English_11, May 1965, pp. 40-49.
Bruner, J.S. The growth of the mind. American Psychologist 196, 20: 1007-1017.
Bruner, J.G. Some elements of discovery. In Shulman & Keislar (Eds.) Learning by

Discovery, pp. 101-113.
Carroll, J.B. Words, meanings, and concepts. Harvard Educational Review 24, Spring

1964, pp. 172 -202.
Goodnow, J.J. Effects of active handling, illustrated by uses for objects. Child

Development, pp. 201-212.
.ann, and Taylor, A.P. The effects of multi-sensory learning systems on the

concept formation of young children. Journal of Research and Development in
Education, Spring, 1973, pp. 34-43.

Renzalli, J.S. The systeMatic selection of instructional materials based on an In-
ventory of learning abilities and skills. Exceptional Children, April, 1970, t

36

3 9



fi

pp. 615-619.
I.E. ;he development of classificatory skills in young children: a training

program. Young Children, January, 1971, pp. 170-184.

Ctecher, Concept learning through movement improvlsation: the teacher's roll as
a catalyst. Young Children, January, 1970, pp. 143-153.

and Taylor, A.P. The naturefnd construction of cues. Unpublished pap
SWCEL. Albequerque, New Mexico, 19 2.

Joodruff, A.D. The use of concepts in teaching and learning. Journal of reacher
Education, 15, March 196, pp. 81-99.

Additional readings in semantics.
Handler, J.E. Pink is a good color ...? Childhood Education, November, 1969,Lpp.
Jersild, C.L. Conceptual development. In Child Psychology.
Hurlock, E. Children's concepts. In Child Development, Four a Edition (1964), McG

Hill Book Company, 1956.
Staats, A., Staats. Concepts. Language pp. 138 -144,'

. Concept formation. In Encyclopedia of Educational Re

,search. Fourth Edition, 1969, pp. 196-205.
Caldwell, E.C. & Hall, V.C. Thpp.

63-71.

The influence of concept training on letter discrimina-

tion. Child Development,
Darnell, C.D., & Bourne, L.E. Effects of age, verbal ability, and pretraining with

component concepts on the performance of children in a bidiMensional classift-

cation task. Journal of Educational Psychology, 1970, Vol. 61,'No. 1, pp. 66-71.

Katz, P.A. Role of irrelevant cues in the formation of concepts by,lower-class
children. Journal of Educational Psychology, 1968, Vol. 59, No. 4, pp. 233-238.

uerlyne, Soviet research on intellectual piocesses in children. Monograph of the
Society for Research in Child Development, 1963, 28, No. 2 (Whole No. 86).

Hanfmanr., E., & Kasanin, J. A method for the study of concept formation. Journal of

Psychology, 1937, 3, pp.-521-540.

Practical applications of theory and research.
Hunt, M., & Metcalf, L. How to teach a concept. In ItanlnEilallIshool Social' Studies

pp. 85-103.

Relationship of semantics and concept development.
vvgotsky, L.S. Thought and language. Edited and translated by Eugenia-Haufmann And

Gertrude Vakar, Cambridge, Mass.: The M.I.T. Press, 1962.
A pioneer study dealing with the role of language in the formation of concepts.

A clear analysis is particularly relevant for teachers.
L,lasser, Hobert. Concept, learning and concept teaching. Learning. Research and School

Sub'eats. Elite' by Robert M. Gange and William J. Gephart Itasca, Ill., PeaCti

19 9 .

Selecting appropriate, media for concept attainment.

.aelnthaler, J. fhe systematic.selection of instructional materials based on an inven-

tory of learning abilities and skills. Exceptional Children, April 1970, pp, 615-

619.
Ecintyre, R.b. Evaluation of instructional materials and programs: applications of a

systems approach. Exceptional Children, November 1970, pp. 213-220.

I:edia format for mulpi-sensory-learning systems.f
"cintyre, N. I-;ooks qhich give mathematical concepts to young children: an annotated

bibliography. loung Children. May 1969, pp. 287-291.
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